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This paper discusses a project in which a team of pre-service and experienced teachers, following a
teaching development model devised by the authors, reflected on videos of the pre-service teachers
teaching literacy. Using a discourse analytic approach, the paper focuses on how teachers’ joint
reflection contributes to student teacher identity formation. Analysis suggests that reflection, at least
in the talk of this team, is a language practice with a distinctive generic structure. Using this struc-
ture, participants jointly construct professional teacher identities for themselves and others through
the key devices of representation, categorization, evaluation, individualization and inclusion.
Introduction
What pre-service teachers value most in any teaching degree is the time they spend
working alongside teachers in the practicum (Yarrow, 1992). In our view one reason
for this is that practicum contributes to the process of identification through which
students begin to see themselves as teachers. The practicum however traditionally
places one student teacher with one mentor teacher in a single classroom, which often
has the undesirable consequence of fostering a craft-based view of teaching. This
study aims to see what effect placement with a ‘teaching team’ including student
teachers, upper primary teachers and teacher educators had on the shaping of the
student teachers’ identities. We examine ways in which the student teachers ‘identi-
fied’ themselves as professional teachers and to what extent this identity was shaped
by membership of the team.
Professional identity, and teacher identity more specifically, is a complex
concept that includes: people’s legitimate participation in a profession; their occu-
pation of a professional ‘role’ and ability to control the practices, language, tools
*Corresponding author. Faculty of Education, Deakin University, Geelong, Victoria, 3220,
Australia. Email: rodm@deakin.edu.au
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48 R. Maclean and S. White
and resources associated with that role; the ideals, values and beliefs that lead
them to commit to a profession; the unique way in which they personify their
professional role as a result of the experiences that have influenced them through
their career; and the representation of themselves as a professional that they
project both to themselves and to others (Coldron & Smith, 1999; Connelly &
Clandinnen, 1999; Archer, 2000; Tickle, 2000; de Ruyter & Conroy, 2002;
Pietsch & Williamson 2005). Teacher identity is inextricably linked to profes-
sional practice and to continued professional learning and development (Wenger,
1998). More broadly it is linked to teachers’ confidence in their own competence;
to their commitment to their profession; and to the satisfaction they obtain from
the continued practice of teaching.
Teacher identity is unstable and in continual flux, and it is more accurate to speak
of the importance of processes of identification than just of identity. As researchers of
teacher professional learning, our interest is in the way in which pre-service teachers
learn to think and act like a teacher and to align themselves with the values of the
teaching profession, either through compliance or congruence with others’ expecta-
tions, or through redefinition of the teacher role in a way that allows personal goals
to be realized (Lacey, 1977, as cited in Tickle, 2000).
A professional developmental learning model
The study is based on examples of reflection perceived by the participants to be
successful. These examples came from a professional learning project based on a
model we had developed using approaches demonstrated by the literature on teacher
education and teacher professional development to be effective in promoting teacher
reflection. The model follows an action reflection cycle in which a teacher educator,
teacher and a team of student teachers all participated in a filmed teaching
experience, reflecting on their own teaching and then sharing an edited video of their
teaching with the other members of the professional development learning (PDL)
team. These videos were then used as a means of stimulating reflection.
The design of the model was governed by a set of principles and practices derived
from the teacher education and professional development literature and from our
own experience with professional learning: 
● Integration of pre- and in-service teacher education (Fullan, 1995). Both teachers and
students synergistically benefit from joint access to professional development activ-
ities. Integration makes it more likely that students’ learning will transfer to the
early career experience. Asking teachers and student teachers to reflect together
also benefits teachers because it increases their awareness of their own teaching,
gives them access to new theoretical perspectives, and gives them a break from
routine and a new enthusiasm for teaching (Wildman et al., 1990; Atay, 2004).
● Use of a team including both teachers and outside members (Joyce & Showers, 1980;
Guskey, 1995; Huberman, 1995b; Day, 1999). Teams allow a pooling of expertise
and mutual support. They make teachers active in initiating their own professional
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Video reflection and teacher identity 49
development and identifying development needs, and provide an environment for
improving reflection and problem solving skills.
● A negotiated focus. The professional development activity is based on school needs,
student teacher program, teacher needs and teacher educator skills (Eraut, 1995).
● A focus on pedagogy or on principled approaches to good teaching (Gore, 2001). Quality
teaching is central to the task of being a teacher, and beginning teachers need a
strong vision of what it is to be a good teacher to sustain them through the difficult
process of entry to the profession.
● Use of an action reflection cycle. Use of a cycle promotes teacher observation skills,
shows teachers how to engage in evidence-based teaching, and promotes teacher
agency and control of a professional development agenda (Huberman, 1995a;
Wang & Odell, 2003).
● Use of video as a stimulus to reflection (Richardson, 1990; MacKinnon & Grunau,
1991; Saunders et al., 1992). Teachers are asked to present videos of their own
teaching and to give a rationale for their actions. This is a method that helps teach-
ers to identify points at which they could have acted differently. MacKinnon and
Grunau (1991) show that a great deal of learning occurred in a school-based
program when students taught alongside teacher educators and the teaching of
both was videoed and compared. Use of video is valued because it provides
concrete feedback with immediate relevance to the improvement of teaching. The
video review counteracts the tendency of novice teachers to see the teaching act as
technical and routine (Darling-Hammond & Bransford, 2005).
● Video editing. In the course of the project we further refined the use of the video to
stimulate reflection. We developed an approach in which the student teachers and
teachers viewed the unedited video of their teaching and selected excerpts to be
included in an edited version presented to the team. This initial viewing and
editing gave teachers agency in controlling the aspects of their teaching to be
discussed and created multiple layers of reflection (Brookfield, 1995). Participants
reflected informally immediately after teaching their lesson. They then reflected in
private while reviewing the video and selecting their segments. Finally they
reflected as part of the group when they presented their video.
A pilot program
These principles were put into practice in a pilot program conducted in a primary
school in a low socio-economic area in a regional city. After negotiating access
through, and in consultation with, the school principal, a team was formed, consisting
of two teacher educators (the authors), the five teachers, one male and four female,
who taught Year 5 and 6 in the school, and four female student teachers. The student
teachers were volunteers enrolled in a middle years literacy subject taught by
Maclean, and they undertook reflective writing and lesson planning tasks associated
with the project for partial credit. The student teachers were all graduates completing
the final year of a two-year teacher education course that qualified them both as
primary and secondary teachers. The school professional development coordinator
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50 R. Maclean and S. White
participated in most meetings, and the principal attended the early meetings. With
some interruptions for a term break, the team met weekly for one hour after school in
the time set aside for meetings of the upper primary teaching group.
The first meeting took place in August of 2004 and established an agreed focus on
the teaching of expository and argumentative writing. This focus met the needs of the
teachers as it was part of the established program and also related to the content of
the students’ coursework. Once the focus was established a meeting cycle was set in
place: 
● Meeting 1: resources relevant to the teaching focus are shared and teaching
activities are planned.
● Video: a classroom-teaching session based on the planned teaching activities is
videoed.
● Meeting 2: an edited version of the video is used as a basis for discussion and
reflection.
This cycle was followed three times, the first time with a teacher educator (White)
teaching a two hour session, the second time with a teacher (‘Darren’) teaching the
session, and the third time with the four students teaching a session they had collec-
tively prepared. All lessons were taught in Darren’s classroom.
After conclusion of the three action reflection cycles, a final meeting was then held
to reflect on lessons learned from the project and to consider how the model might
be refined for future use. Altogether eight meetings were held over three and a half
months: an initial meeting, six meetings associated with the three iterations of the
cycle, and the final review meeting.
Our intention was to create a teaching team with a history of shared talk and action
in the planning of lessons and the review of videos. We wanted the team to have at
least some of the characteristics of a community of practice (Wenger, 1998) through
a shared use of the tools of video reflection, a shared history of meetings that set a
joint agenda for the group, and shared activity in following the reflecting cycle of
lesson planning and review. 
Data analysis concentrates on analysis of a transcript of the reflective session that
took place after the team viewed the edited video of a two hour session team-taught
by the four student teachers. In the meeting the team reflects on four five-to-eight
minute video excerpts from a two-hour lesson in a Year 5 and 6 composite class
taught by the student teachers. The lesson was focused on the teaching of argumen-
tative writing to a class of Year 5 and 6 students using newspaper letters to the editor
and editorials. Sample texts were modeled and broken up using labeling of the three
stages of persuasive writing students were familiar with from previous lessons: open-
ing statement or issue, arguments, and suggestion. Students in pairs then planned
their own argumentative texts using a structure provided by the student teachers. To
conclude, students gave joint oral presentations based on their planned argumenta-
tive texts. Segments of the lesson were led by each of the four student teachers in turn,
and excerpts from each of the segments were selected for viewing at the team meeting.
Teacher participants in the meeting (names are pseudonyms) were Darren, the
D
ow
nl
oa
de
d 
by
 [D
ea
kin
 U
niv
ers
ity
 L
ibr
ary
] a
t 2
3:0
4 3
1 O
cto
be
r 2
01
1 
Video reflection and teacher identity 51
classroom teacher, Jovana, Darren’s teaching partner in the composite class, and
Maddy, Erin and Christine, teachers of other Year 4, 5 and 6 classes, The student
teachers were Alexis, Sophie, Rebecca and Kate. Rod Maclean, one of the authors,
also participated in the discussion.
A discourse-analytic approach
Where data consist of passages of naturalistic language interaction, common sense
close reading does not provide a sufficiently rigorous method of analysis. Given the
aim of exploring identity formation, discourse analysis of teacher talk is the most
appropriate data analysis procedure. Because of the role of language in shaping and
reflecting the social, linguistically informed attention of the detail of language use
can yield insights not available to other methods (Gee, 1999; Fairclough, 2003).
Discourse analysis offers resources useful in examining the relation of reflection to
identity through: representations and accounts of personal actions (Edwards &
Potter, 1992), systems of evaluation and appraisal (Martin & Rose, 2003;
Fairclough, 2003; Graham, 2003), narratives of agency and individualization
(Fairclough, 2003; Ochs, 2004), and processes of inclusion within a social group
(Gee, 1999).
Analysis of meeting transcript
We now turn to analysis of the meeting transcript to explore our claim that the video-
stimulated reflections have an identity-forming role. Our aim is to show that, in
jointly reflecting on their teaching in the videoed lesson, the teaching team is produc-
ing an ‘account’ of the student teachers’ actions (Edwards & Potter, 1992) which
confirms and constructs their social identity as a ‘teacher’ (Antaki & Widdicome
1998; Archer, 2000).
In the transcription of the team discussion of the video excerpts there are nine
identifiable segments of reflective discussion relating to viewing of the student
teachers’ video. These segments have a predictable generic structure: the students
describe and justify an aspect of their teaching that has been viewed on the video.
This initial presentation is followed by teacher praise as well as by more complex
episodes in which teachers make suggestions about how to overcome student
teacher problems or offer mitigations which downgrade the significance of
perceived problems.
Within the iterations of this structure, a number of patterns of language use recur,
as summarised in Table 1 and illustrated by Text 1. Text 1 shows discussion of the
initial phase of the lesson captured in the first video segment. The display of modeled
argumentative text at the start of the lesson becomes the initial focus of reflective
discussion, as the video makes it quite clear that the children’s reluctance to answer
is due to the fact that they cannot see the print. Examples of the language functions
described in Table 1 are listed in brackets at the end of turns. (T stands for teacher,
ST for student teacher.)
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52 R. Maclean and S. White
Text 1: The displays are too small
ST Alexis: All right we started off with modeling basically. Where we talked about
editorials in the newspaper and were basically again recapping on persua-
sive words and point of view and that sort of stuff. And then talked about
where they could express that if they wanted to express their opinions and
concerns with community. So we went into editorials in the newspaper and
that sort of thing. (Description)
ST Sophie: So we had a framework for them to follow which made it easier for them
to grasp how the editorial was structured which we found quite good for
them to use. (Justification, Evaluation)
Table 1. Language functions within an oral reflection genre
Language functions of student 
teachers and teachers Examples
Occurrences in 
meeting transcript
Description: Student teachers 
recount what happened in the 
lesson using ‘teacher’ language
And then we finished off with role-plays where 
we got them in a sort of reflective sharing circle…
7
Justification: Student teachers 
give reasons for planning and 
teaching decisions
We tried to select scenarios that could affect them 10
Problem: There is a problem 
with the student teachers’ 
teaching
And we had too much time. We thought: 
‘Oops’. What were we going to do?
7
Evaluation: Student teachers 
evaluate outcomes of lesson
And this is why their independent editorials at 
the very end, the last activity, the pay outs are 
great and … we didn’t say that you had to 
follow that structure that we’d been using
12
Praise: Teacher praise through 
labeling of student teachers’ 
actions
I just think deconstructing the sample is a really, 
really good strategy. Really tuned them in to it.
17
Suggestion: teachers suggest a 
solution to the student teachers’ 
problem
Well sometimes write and talk at the same time 
… because otherwise it’s dead time when you’re 
writing.
8
Mitigation: Teachers mitigate 
student teachers’ self-criticisms
As much as you’re saying—your criticism that 
it’s too small—you actually did talk and read it 
to them so their listening skills were being used 
even if they couldn’t read it.
7
Seeking information: Teachers 
seek to clarify details of the video 
lesson
Did they use that same model to plan when they 
did their letter?
7
Reaching consensus: 
participants negotiate a shared 
point of view
A: But different ways of doing it
B: For the audience that’s probably not bad for 
our kids
C: Sort of repeat in different ways
D: They’re going to be doing it in lots of different 
ways anyway
13
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ST Rebecca: Really good. Yeah. Especially when they went on to write their own
editorial at the end. Without having that sort of … there for them to copy.
Like they just wrote their own. But something we realized from watching
the video is that all of these were too small. Way too small for the kids.
They couldn’t read them and they couldn’t see them and we were
wondering why they probably weren’t answering our questions and it’s
because up on the board they couldn’t read the story. (Evaluation,  Prob-
lem)
T Darren: Would have been better to do the next size up and just handwrite it on
there. (Suggestion)
ST Rebecca: Yeah. At first we thought it was maybe just one or two of them was too
small but watching the video you can see that even if the kids are sitting
right in front of you, that every single one of these was just too small.
(Restatement of problem)
ST Alexis: Even having a whole board like that and writing it up and then sort of
breaking it down so you have to read it from the back of the pack where
they were sitting. (Suggestion)
T Maddy: Would you put them in smaller groups and have one per group sitting.
(Suggestion)
ST Rebecca: Yeah that’s probably an idea.  (Reaching consensus)
T Maddy: Going to save yourself time and whatever and just run them off. If they sat
in a circle and got one in front of half a dozen of them.
The reflection genre described in Table 1 provides a rich resource for the construc-
tion of teacher identity. It allows student teachers to construct a representation of
themselves occupying the roles of planner, teacher and evaluator within the action–
reflection cycle. It also allows practising teachers to assist in the shaping of student
teacher identities. These processes of identity formation are accomplished by
language functions identified in Table 1. These functions permit the student teachers
to categorize and evaluate their own actions in professional terms using the language
of teacher discourse and to individualize themselves as agents with their own teaching
style. The language functions also allow the practising teachers to include the student
teachers as legitimate peripheral members of the teaching profession.
Self-representation, categorization and evaluation as identity forming processes
One way in which student teachers represent their own teaching is through categori-
zation, in which teaching acts are normalized by being presented as examples of stan-
dard teaching techniques. Self-representation of teaching is frequently associated
with evaluation in which student teachers present their actions as educationally justi-
fiable, and hence by inference themselves as successful teachers. In Text 1, the
student teachers’ identity as competent teachers is portrayed by use of professional
teacher language to justify their actions as seen in the video. Following Gee’s (1999)
method of first person statement analysis, Table 2 summarizes how the collective
construction of identity occurs in Text 1 through student teachers’ accounts of their
actions. In these accounts student teachers represent themselves as occupying a
teacher role through their actions (see clauses with actions verbs in Column 1) and
their thoughts (see clauses with thinking verbs in Column 2).
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54 R. Maclean and S. White
Column 1 shows how the student teachers use ‘state and action statements’ (Gee,
1999, p. 124) to describe their actions in terms of categories that relate to the
language of English teaching as well as to the discourse of practising teachers.
Terms like: modeling, recapping, persuasive words and point of view, concerns with
community, framework for them to follow all categorize and justify teaching moves.
While Column 1 shows how student teachers justify their actions through educa-
tional discourse, Column 2 shows how student teachers evaluate their actions using
cognitive and affective statements (Gee, 1999). The student teachers demonstrate
their ability to reflect like teachers as they observe outcomes and draw conclusions
about the success of their teaching: we found, we realized, we were wondering, we
thought.
Text 1 provides one example of student teachers following through a cycle of
reflection in relation to the issue of board display. Table 3 shows examples of the
extensive reflection on another issue, the success of the explicit pedagogy used to
teach expository writing.
In these extracts the student teachers present themselves in multiple roles: planning
a lesson based on pedagogical principles: we had a framework for them to follow which
made it easier for them to grasp; teaching: I went through one on the board; reflecting on
their teaching: I was actually worried that we might have been overdoing it; evaluating
outcomes of student transfer of learning: they are writing that in say red pen and then
writing their own thing, and finally evaluating their own teaching as successful: the pay
outs are great.
Teacher agency and individualization
While the student teachers discursively present themselves as displaying normalized
professional teaching methods, as being part of a collective, they also construct an
identity through a presentation of individuality or agency (Fairclough, 2003). Begin-
ning teachers need to demonstrate an emergent personal teaching style and the
autonomy to make their own teaching decisions. They show that they can adjust their
teaching to meet the needs of a particular group of students on a particular occasion,
and that they can change a plan if it does not work out.
Table 2. Action and thinking verb clauses with ‘we’ as subject in Text 1
Action verb clauses Thinking verb clauses
We started off with modeling basically.
We talked about editorials in the newspaper.
We were basically again recapping on persuasive 
words and point of view and that sort of stuff.
We then talked about where they could express 
that if they wanted to express their opinions and 
concerns with community.
So we went into editorials in the newspaper and 
that sort of thing.
We found quite good for them to use.
We realized from watching the video.
We were wondering why they probably 
weren’t answering our questions.
We thought it was maybe just one or two 
of them was too small.
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Video reflection and teacher identity 55
An example of agency is seen in a video segment excerpted from the later part
of the lesson in which it becomes clear that the students are working faster than
expected. In response to this problem the student teachers get together and set a
new, unplanned task in which students are asked to write about their own local
issue. This task is introduced by improvised discussion and modeled jointly by the
student teachers. To an observer this improvised section is the highlight of the
lesson. The student teachers show greater animation and enthusiasm. Students’
successful completion of set tasks, and their evident enjoyment and engagement,
demonstrate the student teachers’ ability to pitch their lesson at the right level and
to find the right topics. Student teachers’ ability to improvise demonstrates that
they are developing their own teaching style based on a sense of student needs,
and not just following routines given to them by their supervising teachers or by
teacher educators.
Discursive representations of agency frequently have a quasi-narrative form as a
construction of personal experience (Gee, 1999; Ochs, 2004). The teller of the story
is the hero, using personal qualities of initiative to surmount obstacles. In Text 2 the
student teachers jointly construct a narrative of the way in which they overcame the
problem of getting through their lesson too quickly and having too much time.
Text 2: Too much time
ST Alexis: And then we got them to write up an issue that concerned them personally
so they did that on their own. (Description)
ST Sophie: That was because they grasped it really quickly. (Justification)
ST Alexis: Yeah. (Consensus)
Table 3. Representations of writing pedagogy
Discussion Language function
So we had a framework for them to follow which made it easier for them 
to grasp how the editorial was structured which we found quite good for 
them to use.
Categorization and 
justification
Really good. Yeah. Especially when they went on to write their own 
editorial at the end. Without having that sort of … there for them to copy. 
Like they just wrote their own.
Evaluation
Because they’d done a fair bit of work. I went through one on the board 
and then they did their own. I was actually worried that we might have 
been overdoing it.
Problem
And this is why their independent editorials at the very end, the last 
activity, the pay outs are great and we didn’t even give them any 
structure, we just said to write your own pretty much. We didn’t say you 
had to follow that structure that we’d been using.
Evaluation
Some were even writing where it says like ‘I believe’ and ‘I strongly 
recommend’ … they are writing that in say red pen and then writing their 
own thing [in black] and they copied the next bit, the argument, in red.
Evaluation
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ST Sophie: And we had too much time we thought oops. What were we going to do?
Which worked out quite well cause it gave them a bit more ownership
towards their own sorts of things that are going on within their own lives and
using examples like around the school too and somebody said they wanted
a coach, a football coach. (Problem, Justification)
The story begins when the student teachers encounter the problem of too much
time, and they think ‘oops what are we going to do?’ They solve the problem by
having the students write about an issue that concerns them personally. The
solution is evaluated as a success. The student teachers justify their choice of task
using the concepts of ‘ownership’ and relevance to students’ lives, thus demonstrat-
ing an application of personal teaching styles and philosophies. As heroes of the
story the student teachers are placed at the centre of the action, making decisions
in response to a specific problem.
Interaction with practising teachers
While learning to present oneself as a teacher is a key part of professional identity
formation, it is only half the story. The self one presents has to be accepted or ratified
by the professional classroom teachers. This section shows how identities are
constructed in interaction as teachers describe and evaluate the student teachers’
work in professional terms through the functions of appraisal, suggestion and mitiga-
tion (Fairclough, 2003; Martin & Rose, 2003; Graham, 2003).
Teachers use evaluations to shape the student teachers towards a more practical
identity, grounded in the shared values of practising teachers. This is accomplished
through the language functions listed in Table 1. The first of these, teacher praise,
labels specific aspects of teaching that conform to shared teacher values. As Table 4
illustrates, it offers acceptance or ratification of the student teacher performance
through implicit appeal to a shared value.
These various appeals to shared values gradually construct a representation of the
implicit notion of a good teacher held in common within the professional teaching
community. In this way a set of practice-based norms is constructed as a resource for
the student teachers to build on in their attempts to be accepted as teaching
professionals.
These practice-based norms are also reinforced by teacher suggestions that embody
‘practical’ approaches to the solution of teaching problems, and by teacher
mitigations that reinterpret areas of student teacher concern from a different, more
‘practical’ point of view. In Text 1, for example, Darren and Maddy suggest how to
avoid the problem of the students not being able to see the display. By offering
suggestions the experienced teachers accept the student teachers as members of the
team. Other examples of suggestion and mitigation are included in Table 5.
Rather than directly offering suggestions or reassurance to Rebecca, in Table 5
Darren models teacher thinking by describing the motivation for his board writing
technique. A feature of the teacher language is the shifting pronoun use. This
provides an index of the shifting ways in which teacher identity is shaped by the
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discussion (Yamaguchi, 2005). For example, in his explanation in Table 5 Darren
moves between use of I and you to construct two aspects of teacher identity. I refers
to Darren’s reflection on his own experience: I find, I try. You refers to the experience
of a generic teacher who is writing and talking at the same time rather than turning
his or her back on the class. Rather than discussing the particular actions of Rebecca,
Darren displaces the discussion to the broader question of how a teacher normally
behaves. Use of the generic you generalizes about habitual or normal actions, words
and thoughts, and invokes shared professional values such as the avoidance of dead
Table 4. Examples of teacher praise
Examples of praise Shared value
T Jovana: The noise in the other room was really good [Jovana was teaching 
in the adjoining room when the video was made].
Silence
T Darren: I actually liked … I thought it was really smooth how the four of 
you sort of integrated. Someone was going to do the next bit and 
it didn’t disrupt the process at all.
Smooth transitions
T Erin: I was really impressed how you gave them wait time to think then 
… you’re really tempted to jump in and rephrase your question 
or give them a whole lot of information, give them the answer 
basically. But you just waited and someone came up with the 
‘should’ word or whatever it was. That was good.
Wait time
T Erin: Really great to be able to walk around too when they were settled 
and listen to what they were saying and how they were discussing 
things.
Independent work
T Maddy: I had a couple of looks in too and they were really engaged. I 
mean you’re doing something right if they’re all sitting there 
engaged.
Engagement
Table 5. Examples of teacher support
Examples of suggestion and mitigation Shared value
T Darren: I find if you turn around and write like that and cross yourself as soon 
as you’ve got your back to them they’ll start talking and then you’ve 
got to get them to focus again. So I try to write and look
T Jovana: Explains the handwriting
T Darren: Yeah. Well sometimes you write and talk at the same time. And talk 
about what you’re saying on the board rather than…cause otherwise 
it’s dead time when you’re writing and they’re just sitting there 
waiting for you to write. You explain it and you go back and write it 
again and they’re sitting there waiting.
Avoiding dead 
time
T Maddy: It’s like giving them a coat hanger and hanging something on when 
they’re stuck. They can revert back to the model you’ve given or if 
they’re feeling very independent they can move on to the next step. 
The struggling student definitely needs that. … It’s a stage that 
they’re at and how confident they’re feeling about that.
Meeting needs 
of students
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time. Similarly in Table 3 Erin generalizes about how a generic teacher you would
behave in a situation where an answer was not forthcoming: you’re really tempted to
jump in. This pronoun use assimilates Alexis to the category of professional teachers
who display wait time.
In Table 5 Maddy refers to a generic teacher you who is giving the students a
model. This generic you is defined through its relationship to a generic they, the group
of students the teacher must respond to. Maddy, as a very experienced teacher on the
point of retirement, reinterprets the student teachers’ actions in terms of key shared
values: awareness of student needs and stages of development and providing students
with a balance of challenge and support. The student teachers’ account of their own
actions, as seen above in Table 3, is recontextualized and reinterpreted by Maddy’s
mitigation. Through this means Maddy intervenes to shift the student teachers’
values and self-descriptions in a more student-focused direction.
Conclusion
This article shows how the identities of student teachers are shaped by joint reflection
on videos of their own teaching. Analysis of the transcript suggests a number of
reasons why the reflective discussions were successful in developing student teachers’
image of themselves as professionals: 
● Student teachers constructed a normalized or collective identity through the ability
to talk about their teaching using professional categorizations and evaluations to
refer to their actions, thoughts, values, feelings and goals.
● Student teachers constructed an individualized identity through narrative
representations which highlighted their agency in solving problems in relation to
student needs or unexpected events.
● The student teachers constructed a social identity as members of the teaching
profession through interactions with experienced teachers. This occurred through
the negotiation of shared evaluations of specific actions seen on the videos and also
shared understandings of what counts as good teacher behaviour.
It is our belief that the reflections that we observed benefited the student teachers
by increasing their confidence, enthusiasm and professional learning. The student
teachers commented on how much they appreciated the opportunity to work over an
extended time with a team of teaching professionals, and how beneficial that oppor-
tunity was for their professional learning.
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